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Teachers' characterizations of citizenship education pedagogy in Canada and England 
were explored in this study. Preferred learning goals reflected liberal/civic republican 
tendencies represented in contemporary conceptions of citizenship education. 
Preferred pedagogical practices exposed an array of teaching methods, assessment 
approaches, and classroom environment considerations. Eclectic and distinctive 
tendencies were noted in relation to the goals given priority and practices used to 
facilitate student learning. These tendencies cut across various curricular perspectives 
(e.g. transmission, transactional, and transformational), privileging (and neglecting) 
certain curricular learning goals and signaling a level of ambiguity between 'what 
teachers say' and 'what teachers do.' 
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Cet article porte sur les definitions que donnent les enseignants de Teducation a la 
citoyennete au Canada et en Angleterre. Les objectifs d'apprentissage privilegies 
refletent les tendances liberates ou republicaines representees dans les conceptions 
actuelles de 1' education a la citoyennete. Parmi les pratiques pedagogiques preferees 
figure tout un eventail de methodes d'enseignement et d' evaluation ainsi que de 
considerations ayant trait a la classe. L' auteur fait etat de tendances eclectiques et bien 
definies en lien avec les buts auxquels on donne priorite et les methodes utilisees pour 
faciliter I'apprentissage. Ces tendances relevent de diverses premisses fondant les 
programmes (axees, par exemple, sur la transmission ou la transformation, ou encore 
de type transactionnel), qui negligent ou privilegient certains objectifs 
d'apprentissage et qui temoignent d'un haut niveau d'ambigu'ite entre « ce que les 
enseignants disent » et « ce que les enseignants font ». 

Mots cles : education a la citoyennete, pedagogie, approches des programmes, 
enseignement. 
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Interest in citizenship education has escalated worldwide in the last 
decade. Some view this dimension of education as an opportunity to 
prepare young people to understand and become involved in the civic 
life of fheir communify(ies), from fhe local fo fhe global. Ofhers view if as 
a way fo respond fo a range of exisfing social and civic concerns. 
Whafever fhe reason(s), fhere has been a proliferafion of research sfudies, 
formal discussions, and curriculum inifiafives fhroughouf fhe world as 
feachers, policy-makers, and researchers affempf fo undersfand and 
assess fhe complex processes by which young people learn abouf 
democrafic cifizenship. 

THE STUDY 

This sfudy, begun in spring 2001, was complefed in spring 2004. Broadly 
sfafed, fhe sfudy illuminafed how a sample of specialisf secondary 
school feachers characferized cifizenship educafion pedagogy in formal 
secondary school curriculum courses/programs in Onfario and England. 
The following quesfion framed fhe sfudy: In whaf ways do specialisf 
secondary school feachers characferize educafing for cifizenship and 
why? Subsidiary quesfions included: Whaf learning goals do specialisf 
secondary school feachers prefer fo nurfure in formal secondary school 
curriculum courses/programs when educafing for cifizenship? Whaf 
preferred pedagogical pracfices do fhese teachers communicate and/or 
exhibit in formal secondary school curriculum courses/programs fo 
achieve fhese goals? And, why do fhese feachers advocafe fhese goals 
and pracfices when educafing for cifizenship? 

RATIONALE 

The sfudy was prompfed by ongoing discussion abouf cifizenship 
educafion's location and represenfafion in school curricula and concerns 
raised by researchers abouf a general lack of empirical research on 
cifizenship educafion pedagogy (Davies, 2000; Edwards & Fogelman, 
2000; Heberf & Sears, 2001; Kerr, 2003; Kerr, Cleaver, Ireland, & 
Blenkinsop, 2003; Sears, Clark, & Hughes, 1999). Useful sfudies fhaf do 
exisf have fended fo consider disfincf aspecfs of pedagogy (Avery, 1997; 
Bickmore, 1992; Evans & Saxe, 1996; Merrifield, 1998; Pike & Selby, 2000). 
Sfudies fhaf consider feachers' characferizafions of cifizenship educafion 
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pedagogy more broadly are rare and only a few national and 
international studies are available to provide guidance (e.g.. Council of 
Ministers of Education, Canada, 2001; Davies, Gregory, & Riley, 1999; 
Hahn, 1998; Kerr, Cleaver, Ireland, & Blenkinsop, 2003; Tomey-Purta, 
Schwille & Amadeo, 1999). These studies, while helpful, tend to portray 
what Davies (2000) refers to as "a confusing and confused situation" (p. 
93). Each draws attention to the rather limited research base for 
citizenship education pedagogy and a certain lack of clarity about what 
is being practised in the name of citizenship education in classrooms and 
schools in both countries. 

Interest in this focus was further prompted by a growing recognition 
among education researchers that "what teachers know and do is one of 
the most important influences on what students learn" (Darling- 
Hammond, 1998, p. 6). Research on pedagogy has suggested the need for 
a more sophisticated conceptual understanding of pedagogy that 
connects technical competencies with different kinds of knowledge bases 
and contextual circumstances (Cole & Knowles, 2000; Joyce, Weil, & 
Calhoun, 2000; Marzano, 2003; Mortimore, 1999; Tumer-Bisset, 2001). 
Similarly, comparativists (Alexander, 1999; Broadfoot, 2004; Crossley, 
2002) have voiced concerns about the general lack of empirical research 
on pedagogy and identified pedagogy as an important and substantive 
research direction. Alexander (1999), for example, has commented that 
"comparativists have largely ignored school and classroom processes 
and have tended to concentrate on national systems and policies" and 
that this imbalance needs to be corrected and that "pedagogy" ought to 
be "a central focus for educational research" (p. 109). 

Reasons for choosing to undertake this study in Canada and in 
England were primarily academic and professional, but also pragmatic. 
Canada and England, with shared traditions and challenges, and a 
similar educational focus on citizenship education, provided rich 
research contexts to inform both the theoretical and practical aspects of 
pedagogy in this curriculum area. Existing versions of citizenship 
education in both contexts were sufficiently similar to allow for an 
interesting and valid exploration of responses to common issues and it 
was anticipated that a comparative orientation would offer important 
insights into this educational undertaking. 
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REVIEW OF THE LITERATURE 

Initially, contemporary characterizations of citizenship education in 
Canada and England were reviewed with attention to three broad 
themes: conceptual perspectives, policy directions, and pedagogical 
practices. This review distinguished among different notions of and 
approaches fo cifizenship educafion and revealed some of fhe cenfral 
issues underpinning fhis area of inquiry. 

Conceptual Perspectives 

Confemporary conceptions of cifizenship educafion reflecf a cerfain level 
of ambiguify. Dominanf views of cifizenship— fhe civic republican 
(responsibilifies-based) and fhe liberal (righfs-based) — offer varied 
undersfandings abouf whaf if means fo educafe for cifizenship (Heafer, 
2000) while ofher perspectives (e.g., communifarian, social democratic, 
mulficulfuralisf, posf-nafional) furfher complicafe fhe sifuafion (Davies, 
1999; Ichilov, 1998; Kymlicka, 1995; Sears, 1996; Shafir, 1998). 
Neverfheless, fhese perspectives provide concepfual guidance and 
indicafe fhe confradicfions inherenf in ferms of concepfual 
undersfanding (e.g., individualisf vs. collecfivisf, political righfs vs. 
social righfs, local vs. global). 

In Canada, for example. Sears, Clarke, and Hughes (1999) argue 
'There has nof been a single conception of democrafic cifizenship fhaf has 
formed fhe basis for civic educafion buf rafher differing conceptions 
which exisf along a continuum from elifisf to activist" (p. 124). Osborne 
(2001, p. 42-43) puts forward fhe notion fhaf educafion for democrafic 
cifizenship should meef whaf he describes as fhe "fwelve C's" (e.g., a 
focus on fhe cosmopolitan nafure of fhe world as a whole, fhinking 
critically and creatively, and becoming informed and involved in one's 
communifies, locally, nationally, and globally). Sfrong-Boag (1996) 
forefronfs pluralisf and inclusive dimensions of cifizenship and lamenfs 
fhaf a variefy of groups (e.g., feminisfs, Firsf Nafions peoples, working- 
class groups) in Canada have largely been ignored in conversations 
abouf cifizenship in educafion. 
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In England, varying conceptions have been explored. Some scholars 
have emphasized knowledge about government structures and 
processes while others have included notions of identity, cultural 
diversity, and political literacy (Lister, 1998; Osier, 2000; Ross, 2001). 
Bousted and Davies (1996), for example, offer four models of polifical 
learning: cifizenship educafion, culfural sfudies, global educafion, and 
polifical liferacy. Heafer (1990, 2000) refers fo "a globally relevanf" 
framework fhaf encourages considerafion of a "universal expression" of 
fhe cifizenship principle and respects diverse historical traditions and 
contexts. Heater's (1990) "Cube of Cifizenship" includes fhree 
dimensions: elemenfs, locafion, and educafion. McLaughlin (1992) 
idenfifies a way of undersfanding fhe concepf of educafing for 
cifizenship fhaf fakes info considerafion ifs complex and confesfed 
nafure wifhin fhe confexf of a diverse, pluralisfic, democrafic sociefy. In 
parficular, he poinfs fo fhe challenge fhaf sociefies face in seeking to 
balance "elements of social and culfural diversify wifh fhose of cohesion, 
an aspirafion which invokes (among ofher fhings) a familiar disfincfion 
befween 'public' and 'privafe' values and domains" (p. 37). 

Policy directions 

Bofh Canada and England have developed official curriculum for 
cifizenship educafion. Alfhough Canada has no nafional curriculum, all 
provinces and ferrifories have some form of cifizenship educafion in 
fheir elemenfary and secondary curricula. A recenf sfudy of educafional 
policy across Canada, Education for Peace, Human Rights, Democracy, 
International Understanding and Tolerance (Council of Minisfers of 
Educafion, Canada, 2001) ouflines variances in cifizenship educafion 
curricula across Canada buf also suggesfs a common frend: a shiff from 
fradifional concepfions of cifizenship educafion fo goals and pracfices 
fhaf forefronf ifs fransformafive and global characfer. The reporf of fhe 
Commiffee for Effecfive Canadian Cifizenship, Educating Canada's 21st 
Century Citizens: Crisis and Challenge (1994), Celebrafion Canada's 
Components of Citizenship Education: Initiating Action (1998), and more 
recenfly, fhe reform of curricula in various provinces across Canada are 
illusfrafive of fhis shiffing vision. In Onfario, for example, fhe release of 
fhe Onfario Minisfry of Educafion and Training's Social Studies, Grades 1- 
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6; History and Geography, Grades 7 and 8 (1998), Canadian and World 
Studies, Grades 9 and 10 and Canadian and World Studies, Grades 11 and 12 
(Ontario Ministry of Education and Training, 1999, 2000), and the Ontario 
Secondary Schools Grades 9 to 12, Program and Diploma Requirements 
(Ontario Ministry of Educafion and Training, 1999) signaled a renewed 
emphasis on educafing for cifizenship. In addifion, a compulsory grade 
10 Civics (1999) course was infroduced as a requiremenf for graduafion 
fhaf highlighfed "informed, purposeful, and acfive" sfrands of 
cifizenship. 

Inferesf in educating for cifizenship escalafed in England during fhe 
1990s. "Cifizenship educafion", according fo Kerr, "has been af fhe hearf 
of a major debafe and policy review concerning ifs purpose, locafion, 
and pracfice in schools and colleges over fhe lasf decade" (Kerr, Cleaver, 
Ireland, & Blenkinsop, 2003, p. 2). The infroducfion of cifizenship 
educafion as a non-sfafufory, cross-curricular fheme wifh fhe 
esfablishmenf of fhe National Curriculum (1988); fhe esfablishmenf of 
fhe Cifizenship Eoundafion in London (1989); fhe reporf Encouraging 
Citizenship of the Speaker's National Commission on Citizenship (1990); 
and involvement in major studies like the International Association for the 
Evaluation of Educational Achievement (lEA) Civic Education Study (1994, 
1999) are illustrative of fhis escalating attention. The work of fhe 
Advisory Group on Cifizenship (The Crick Reporf, 1998), Education for 
Citizenship and the Teaching of Democracy in Schools led fo fhe subsequenf 
armouncemenf by fhe Deparfmenf for Educafion and 
Employmenf/Qualificafions and Curriculum Aufhorify (DFEE/QCA 
1999) fhaf cifizenship be a sfafufory componenf of fhe Nafional 
Curriculum, and signified whaf Kerr (2000) referred fo as "an hisforic 
shift in educafional policy in fhis area" (p. 73). The Citizenship Order 
(DFEE/QCA, 1999), which creafed cifizenship educafion as a new 
foundafion subjecf for pupils 11 fo 16, from Sepfember 2002, also became 
parf of a non-sfafufory framework alongside Personal, Social and Healfh 
Educafion (PSEIE) for pupils 5 fo 11 from Sepfember 2000, builf on fhe 
Advisory Group's recommendafions. The new sfafufory Citizenship 
Order sef ouf fhe anficipafed learning oufcomes along fhree broad 
dimensions: knowledge and undersfanding, developing skills of enquiry 
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and communication, and developing skills of participation and 
responsible action. 

Pedagogical practices 

Reforms to citizenship education curricula across Canada and England 
sparked increased attention to pedagogical practice. In Canada, 
educators have been exploring classroom and school-based pedagogical 
approaches that accommodate the complex learning goals associated 
with citizenship education (Evans & Elundey, 2000; Osborne, 1997; Pike 
& Selby, 2000; Sears, 2004). Various websites, texts, and resource 
materials (e.g. UNICEF Canada's Global Schoolhouse; CIDA's Youth Zone; 
Evans, Slodovonik, Zoric, & Evans' text Citizenship: Issues and Action 
[2000]; and Classroom Cormections, Cultivating a Culture of Peace in the 
21st Century [2002]) have been developed and provide an array of 
classroom applications. Initiatives with a strong pedagogical emphasis 
like Case's Critical Challenges Across the Curriculum series, the Canadian 
International Development Agency's (CIDA) Global Classroom Initiative, 
and the Library of Parliament's Teachers' Institute on Parliamentary 
Democracy provide helpful ideas for analysing and designing effective 
citizenship education pedagogy. Case analysis, public issue research 
projects, model town councils, peace-building programs, community 
participation activities, public information exhibits, online international 
linkages, and youth forums make up the types of classroom and school- 
wide activities being encouraged. 

England has also experienced a flurry of pedagogical interest and 
activity. The Citizenship Foundation, for example, has developed a range 
of activity-based teaching ideas and source materials that have been 
piloted in schools (Eluddleston & Rowe, 2001; Supple, 2000; Thorpe, 
2001, 2005). The Centre for Citizenship Studies in Education at the 
University of Leicester developed a range of curricular and pedagogical 
materials to support teachers' work in schools. The newly established 
Association for Citizenship Teaching (ACT) provides professional 
support and its journal. Teaching Citizenship, reviews and reports current 
developments in citizenship education pedagogy. In addition, various 
texts, resource materials, and support websites (e.g.. The Elansard 
Society's resources on parliamentary democracy, OXFAM's Cool Planet 
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website, the British Youth Council's peer education and youth councils 
materials, and The Institute for Citizenship's Activate Series) have been 
developed, reflecting significant pedagogical work underway. A variety 
of professional learning acfivifies have been inifiafed fo encourage 
professional developmenf. The esfablishmenf of fhe cifizED nefwork 
(Cifizenship Educafion, funded by fhe Teacher Training Agency), in 
parficular, is nofeworfhy in fhis regard. 

RESEARCH ORIENTATION 

A qualifafive orienfafion guided fhe sfudy's design and implemenfafion. 
A comparafive dimension was infused fo bring info focus feachers' 
contrasfing perspecfives and pracfices. Non-probabilify, purposive 
sampling was used. Specialisf feachers were selecfed on fhe basis of 
specific criferia relafed fo fheir abilify fo provide fhe mosf valuable dafa, 
given fhe specific purposes of fhe sfudy. These criferia included a good 
working knowledge of secondary curriculum and cifizenship education 
curriculum in their respective area (e.g.. Key Stages 3 and 4 in England, 
Grades 9-12 in Ontario); evidence of subsfantive and effecfive feaching 
experience; varied views abouf fhe purposes and pracfices of cifizenship 
educafion; and evidence of ongoing professional developmenf and 
curriculum leadership. 

Dafa were collecfed fhrough a variefy of research mefhods and 
sources. Twenfy-fwo specialisf secondary school teachers from across 
England and fwenty-fwo specialisf secondary school feachers from 
Canada (Onfario) were identified and invifed fo complefe a 
quesfiormaire. Thirfy-fhree were refurned, sevenfeen from fhe Canadian 
feachers and sixfeen from fhe English feachers. Three feachers were fhen 
selecfed from schools in fhe Canadian sample and fhree from schools in 
England (Yorkshire) for furfher invesfigafion. A minimum of five 
interviews and four classroom observations was underfaken with each of 
fhese selected teachers. Interviews were taped and transcribed. Each 
interview infused a blend of fhe sfandardized, open-ended inferview 
and inferview guide approaches. Quesfions were open-ended buf 
consfanf probes were used to pursue particular topics and issues raised 
by the interviewer. Observation notes were recorded. During visits to the 
schools, pertinent curriculum documents (e.g., school-based curriculum 
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documents) were reviewed. Relevant contextual information in which 
the research was conducted was also considered. 

FINDINGS AND DISCUSSION 

Analysis of dafa focused primarily on fhe cenfral question of fhe sfudy: 
In whaf ways do specialisf secondary school feachers characferize 
'educating for citizenship' and why? Particular attention was given to 
teachers' characterizations of preferred learning goals, pedagogical 
practices, and facfors fhaf appeared fo inform fheir goals and practices. 
Lasfly, fhese characferizafions were analyzed in ferms of broader 
fheorefical curriculum perspectives. 

Learning Goals 

Quesfiormaire and inferview dafa suggesfed fhaf preferred learning 
goals of feachers in bofh counfries exfended well beyond more 
fradifional civics perspectives and were reflective of cerfain liber al/ci vie 
republican fendencies represenfed in many confemporary conceptions of 
citizenship educafion and in fhe core learning sfrands expressed in 
relafed, official curricula. Dafa also revealed fhaf feachers falked abouf 
fheir preferred learning goals in four general areas: knowledge 
acquisition and being informed abouf civic issues; developing skills 
required of citizenship; exploring diverse beliefs, values, and notions of 
social justice; and becoming involved in civic life. 

Teachers emphasized knowledge acquisition (e.g., an undersfanding 
of core concepfs like righfs and dufies, civic involvemenf, and on being 
informed abouf issues relafed fo civic life) as a cenfral goal. Variations 
exisfed in relation fo core concepfs and public issues fo be given priorify, 
fhe fime frame (historical and confemporary), confexfual emphases (from 
fhe local fo fhe global), and issues of depfh and breadfh. Respondenfs in 
fhe English group, for example, fended fo puf a slighfly sfronger 
emphasis on one's dufies and legal responsibilities rafher fhan on one's 
righfs. Skill developmenf was also viewed as a cenfral goal. Teachers 
identified aspeefs of fhinking, enquiry, and collaborafion as imporfanf 
skill areas fo nurfure. They placed less emphasis on skill sefs offen 
associafed wifh civic literacy (e.g., negofiafing, mediating conflief). 
Variafions exisfed in relation fo skills fo be given priorify (e.g., academic 
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understanding, social critique). Canadian teachers, for example, talked 
about a breadth of skills, whereas feachers in fhe English sample 
encouraged a greafer emphasis on depfh of undersfanding and crifical 
fhinking skills. 

Mosf feachers expressed goals fo explore diverse beliefs and values 
underpinning civic decisions and fo infroduce nofions of social jusfice. 
Variafions existed, however, in relation to the values focus (e.g., value 
dilemmas, diverse culfural values), nofions of jusfice (e.g., moral, legal), 
and perspecfives of a good cifizen. Canadian feachers, for example, 
fended fo focus on beliefs and values relafed fo a culfurally diverse 
milieu, whereas English feachers direcfed more affenfion fo ofher forms 
of diversify such as social class. Teachers in fhis sample also viewed 
involvemenf in civic life as an imporfanf learning goal. Variafions were 
apparenf in relafion fo fhe nafure and exfenf of involvemenf (e.g., 
service, polifical acfion), fhe purposes of involvemenf (learning abouf 
change fhrough service, bringing abouf change fhrough acfion), and fhe 
fypes of issues fo be addressed (e.g., from fhe local fo fhe global). 
Respondenfs in bofh counfries emphasized learning abouf parficipafion 
fhrough service learning. A few Canadian respondenfs, however, 
advocafed for a more acfivisf infenf. Inferesfingly, vofing as a form of 
polifical involvemenf received litfle aftenfion. Teachers across fhe sample 
saw classrooms and schools as principal sifes for pracfising parficipafion 
alfhough fhey also encouraged parficipafing in civic life beyond fhe 
classroom. 

Pedagogical Practices 

Quesfiormaire, inferview, and observafional dafa suggesfed fhaf feachers 
fend to translate their learning goals into pedagogical practices through 
ways in which they shape their classroom environments, use discrete 
and performance-based insfrucfional pracfices, and approach 
assessmenf. Pedagogical pracfices, eifher reporfed or observed, appeared 
to be expressed predominantly in the classroom context and there was 
little evidence of school-wide and/or community-based practices taking 
place. Ontario teachers tended to talk about educating for citizenship 
largely fhrough fhe compulsory grade-10 Civics course or fhrough ifs 
infusion in ofher parfs of fhe Elisfory or Social Science curriculum. 
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whereas English respondents tended to talk about educating for 
citizenship through various subject areas as well, but mostly in Key 
Stage 3 History, Religious Education, and PSHE courses. 

Shaping the classroom environment. Preferred pracfices used fo shape 
fhe classroom learning environmenf fended fo fake on fhe following 
forms: pracfices fhaf nurfured condifions for sfudenf involvemenf and 
inclusion; fhe use of classroom space fo facilifafe an awareness of 
citizenship fhemes and issues; selective resource access and supporf; and 
feacher modeling democratic pracfices. Again, variation was apparenf 
across fhe enfire sample and befween national samples. Approximafely 
one fhird of fhe Canadian respondenfs and abouf one half of fhe English 
feachers indicafed nurfuring condifions for sfudenf involvemenf and 
inclusion in fhe classroom. Activities included sfudenf inpuf info 
classroom decisions and rules and expecfafions, seating plans fhaf 
encouraged more open discussion, voting on certain issues, student 
choice on projects, or encouraging pupil voice through student school 
councils. English teachers, for example, discussed fhe classroom as a 
confexf fo encourage mulfiple perspecfives on differenf historical fhemes 
and issues and sfressed fhe imporfance of feacher direction and 
aufhorify. Canadian feachers, in confrast, fended fo discuss opporfunifies 
for sfudenf inpuf into such things as classroom rules and expectations. 

Approximately two-thirds of fhe feachers across fhe sample falked 
abouf how fhey used classroom space fo nurfure a sense of cifizenship 
learning. Commenfs from Canadian respondenfs included using walls fo 
display sfudenfs' work, highlighting on bullefin boards currenf issues 
from magazines and daily newspapers, and organizing desks in 
parficular ways fo facilifafe discussion. Teachers in fhe English sample 
discussed fhe use of classroom space fo a lesser exfenf. Visifs fo fheir 
classrooms, however, revealed more attention fo fhis practice fhan one 
mighf have anficipafed from fhe quesfionnaire dafa. Dafa sources also 
revealed fhaf mosf classroom environmenfs included a range of 
newspapers, fexfbooks, magazine articles, and videos fo supporf 
knowledge acquisition and skill developmenf. Texfbooks, in many cases, 
informed fhe course framework and provided core information. 
Newspaper arficles and videos, in particular, were viewed as important 
sources of information fo complemenf fexfs, fo provide information 
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about contemporary issues, and to support skill development (e.g., 
reading for the main idea). Most resources were selected and organized 
by teachers for sfudenfs. A small number of feachers idenfified 
communify resources (e.g., polifical parfies pamphlefs, NGO liferafure, 
guesf speakers) as imporfanf sources of informafion; fhere was liffle 
menfion of fhe use of Informafion and Communicafion Technology (ICT) 
or CD ROMs. In insfances where projecfs were more sfudenf-direcfed, a 
wider use of communify resources and Infernef was apparenf. Very few 
discussed fhe use of non-mainsfream resource supporf. 

Instructional practices. Teachers made use of an array of discrefe and 
performance-based insfrucfional pracfices when educafing for 
citizenship. Discrefe activities (e.g., a questioning sequence on righfs and 
responsibilifies, a mind map on fhe concepf of democracy) were mosf 
evidenf and fended fo focus on a specific learning goal. Bofh Canadian 
and English feachers acknowledged fhe use of performance-based 
sfrafegies (e.g., radio inferview on fhe concepf of human righfs, 
simulation of local governmenf decision making) buf evidence of fhese 
sfrafegies was less noticeable in practice. There was a sense amongsf fhe 
respondents that these types of pracfices, as pedagogical fheorists have 
suggesfed (Bermeff & Rolheiser, 2001; Joyce & Weil, 2000; Marzano, 
2003), would assisf sfudenfs fo learn knowledge, skills, and beliefs and 
values in more infegrafed ways. 

All feachers emphasised insfrucfional pracfices fhaf aimed fo 
increase sfudenf knowledge. Bofh groups ouflined feacher-direcfed 
activities used fo encourage confenf acquisifion, concepfual 
undersfanding, and an awareness of currenf evenfs. In mosf cases, 
informafion was largely fransmiffed from fhe feacher fo fhe sfudenf 
fhrough differenf mediums. Teachers highlighfed themes such as rights 
and responsibilities, democratic processes, forms of polifical 
participation, and currenf evenfs, whereas fhey gave less attention fo 
fhemes often found in fradifional Civics courses (e.g., sfrucfures of 
government, constitutional matters). Data revealed varying emphases 
among teachers in relation to concepts and/or issues forefronted, 
temporal and contextual considerations, and the relative importance of 
depfh and/or breadfh of undersfanding. The majorify of feachers 
reporfed having sfudenfs read engaging excerpfs from newspapers or 
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view TV news for pertinent content. Many also referred to teacher-led, 
chalk-and-talk discussions. Only a few teachers discussed approaches 
that were more student-directed. There appeared to be stronger 
tendencies across the Canadian sample to encourage an understanding 
of contemporary issues and global themes, whereas the English sample 
appeared to place a stronger emphasis on deeper conceptual 
understanding and historical themes. 

Teachers also identified and exhibited a number of instructional 
practices that encouraged the development of thinking and enquiry skills 
related to aspects of civic life. Again, they identified rather discrete 
activities to develop specific skills or combinations of skills. They used 
discrete teaching activities to develop collaborative skills, but to a lesser 
extent. In most cases, small-group activities appeared to focus on 
knowledge acquisition and sharing information rather than the 
development of particular collaborative skills. In a few instances, 
teachers used more sophisticated cooperative learning structures to 
nurture social skills and support community building. They also 
acknowledged using more complex instructional strategies such as 
enquiry-based research assignments or issue-based investigations to 
support not only the development of foundational knowledge but also 
the development of skills related to analysis and enquiry. Varying 
emphases, both across the sample and between national groupings, were 
noted. Canadian teachers, for example, tended to put an emphasis on the 
use of cooperative learning structures to develop social skills, whereas 
English teachers tended to focus more on developing students' thinking 
skills, perhaps suggesting a more academic emphasis. 

Fewer than half the teachers from either Canada or England reported 
using instructional practices to encourage students to explore beliefs, 
values, and/or notions of social justice underpirming civic decisions and 
actions. Teachers who did provide examples of practices in this area 
tended to highlight practices that they used to explore personal beliefs 
and values through historical and contemporary themes and issues. In 
most instances, variation was evident. Moral dilemmas, sample 
scenarios, cooperative learning structures, circle activity, and case 
studies reflected the eclectic range of practices used. Teaching practices 
identified among the Canadian respondents tended to infuse a 




Educating for Citizenship 


423 


considerable emphasis on cultural diversity, whereas English teachers 
tended to consider value dilemmas within a broader social context. For 
example. Religious Education teachers in England discussed practices in 
this dimension much more than other teachers across the entire sample. 
In comments about notions of social justice, some teachers highlighted 
moral codes while others talked more about legal codes (e.g.. Charter of 
Rights). Observations of classes revealed even less affenfion fo 
insfrucfional pracfices fhaf explored beliefs and values underpinning 
aspecfs of civic life or fhaf nurfured undersfandings of social jusfice. 

Mosf feachers reporfed using an assorfmenf of insfrucfional pracfices 
fo nurfure an awareness of involvemenf in civic life and fended to view 
the classroom as the most important location for sfudenfs fo learn abouf 
and practise participation. Teachers fended fo falk abouf sfrafegies fhaf 
allowed sfudenfs fo invesfigafe and analyze how citizens and groups 
participafe in decision making around currenf civic and hisforical issues 
and evenfs. In pracfice, however, fhese sfrafegies were less prominenf 
fhan fhose discrefe activities and sfrafegies used fo emphasize 
knowledge acquisition and skill developmenf. Some feachers did 
indicafe fhaf their schools had introduced citizenship education 
initiatives at the school level, but that most of fhe emphasis confinued fo 
be subjecf-based and mosfly wifhin the classroom context. Real 
involvement in civic affairs beyond fhe classroom, a key feafure of 
citizenship educafion curricula in bofh confexfs, was even less evidenf. 
Those few feachers in fhe Canadian sample who wenf beyond fhe 
classroom fended fo emphasize involvemenf fhaf ranged from service 
confribufions fo polifical acfion. Respondenfs from England fended fo 
highlighf fhe value of communify volunteerism and charity work as 
preferred emphases for encouraging participation in civic life. Teachers 
did nof appear fo be opposed fo esfablishing school-wide or communify- 
based inifiafives, buf rafher, during implemenfafion, feachers appeared 
fo implicifly rejecf cerfain goals because fhey viewed fhem as simply 
unmanageable in fheir currenf circumsfances. 

Approaches to assessment. In fhe quesfiormaire and inferview dafa, 
feachers arficulafed a preference for fwo main fypes of assessmenf: 
paper-and-pencil shorf answer/essay answer and performance-based 
fypes of assessmenf. They mosf offen cifed paper-and-pencil shorf 




424 


Mark Evans 


answer (e.g., multiple choice tests, fill-in-the-blank tests, true-false tests) 
and essay answer types (e.g., analytical paragraphs, short essays) of 
assessmenf. They valued paper-and-pencil types of assessmenf because 
fhey perceived fhese fypes fo provide useful dafa abouf sfudenf learning 
in fwo cenfral learning goal areas infroduced earlier, fhe acquisifion of 
knowledge and fhe developmenf of skills. An analysis of acfual paper- 
and-pencil pracfices revealed primary affenfion fo knowledge and skills 
sfrands of learning, wifh much less affenfion fo fhe beliefs, values, and 
nofions of social jusfice and parficipafion sfrands. Teachers' use of fhese 
pracfices fended fo occur wifhin fhe confexf of specific courses faughf 
and fheir focus fended fo reflecf confexf-specific curriculum policy 
requiremenfs. There appeared fo be increasing affenfion fo, and use of, 
performance-based fypes of assessmenf (e.g., criferia-based rating scales, 
assessmenf rubrics) fo complemenf paper-and-pencil assessmenfs, 
suggesting a growing attention to the more interactive and participatory 
learning goals. Teachers believed that these types of assessmenf could 
capfure a broader range of learning goals in an integrafed manner (e.g., 
participatory criteria in combination wifh ofher learning goal areas). 
They gave limifed affenfion fo fypes of assessmenf fhaf encouraged self- 
reflecfion or showed evidence of ongoing personal learning (e.g., self 
assessmenf, reflective journals, porffolios). 

This heightened emphasis on knowledge acquisifion and basic skills, 
alfhough somewhaf incongruous wifh sfafed learning goals, was nof 
surprising if one considers teachers' assessmenf pracfices more 
generally. Liferafure suggesfs fhaf feachers fend fo rely on paper-and- 
pencil forms of assessmenf fo assess knowledge acquisifion and basic 
skill developmenf and rarely move beyond fhese learning dimensions, 
even when official learning goals are more broadly sfafed and intended 
(Earl & Cousins, 1996; Lirm & Gronlund, 2000). This sifuafion is, 
however, problematic if one considers fhe broader learning goals 
associafed wifh cifizenship educafion. There appears fo be an urgenf 
need fo develop effective assessmenf approaches fhaf align more direcfly 
wifh fhe broader learning goals associafed wifh fhis curricula area 
(Jerome, 2004: Kerr, 2002; Myers, 2004; Osborne, 2001). 
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Factors Relating to Preferred Learning Goals and Pedagogical Practices 

Findings tended to confirm recent research that suggests that teachers' 
preferred learning goals and pedagogical pracfices, in general, are 
informed and guided by a variefy of overlapping facfors, or whaf Cole 
and Knowles (2000) have referred fo as "a variefy of ways of personal, 
professional, and confexfual knowing" (p. 7). (See foo Darling- 
Hammond, 1998; Morfimore, 1999; Shulman, 1987; Tumer-Bissef, 2001). 
Teachers across fhe sample idenfified a mixfure of facfors fhaf fhey 
believed relafed fo fheir preferred learning goals and pedagogical 
pracfices, albeif wifh varianf levels of undersfanding and emphasis. Five 
main facfors (in no parficular order) were idenfified: personal 
undersfandings of cifizenship education, personal background 
experiences, learner characferisfics, views of feaching and learning, and 
confexfual facfors. 

Cerfain facfors appeared fo be more evidenf in relafion fo preferred 
learning goals or areas of pedagogical practice among feachers in fhis 
sfudy. Teachers emphasized learner characferisfics, feachers' personal 
views of teaching and learning, and school-based contextual 
circumstances as core factors relating to their preferences for parficular 
insfrucfional pracfices. Such notions as acfive learning, enquiry, posifive 
reinforcement, high standards, and inclusion made up the rather eclectic 
range of core ideas underpirming feachers' preferences for parficular 
insfrucfional pracfices. Confexfual facfors relafed fo fhe school (e.g., 
school efhos, sfafus of cifizenship educafion, qualified feachers) received 
considerable attention. Personal experiences (e.g., immigranf 
background, professional learning experiences) were evidenf buf in very 
discrefe and respondenf-specific ways. Inferesfingly, fhere was limifed 
reference fo undersfandings of cifizenship as a signiticanf facfor in 
defermining one's insfrucfional pracfices. Undersfandings of cifizenship 
fended fo more sfrongly relafe fo whaf learning goals feachers 
highlighfed rafher fhan fhe pedagogical pracfices fhey used fo achieve 
fhese goals. Overall, dafa appeared fo provide a rafher uncerfain sense of 
fhe relationship befween facfors and preferred pedagogical pracfices. 
Cerfain combinations of facfors were made explicif while ofhers were 
less evidenf. Defermining a direcf relationship befween fhese facfors and 
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teachers' preferred goals and practices was not possible from the data 
collected. 

Teachers' Characterizations and Curriculum Perspectives 

Across the sample, teachers' preferred learning goals tended to forefront 
a blend of transmission, transactional, and transformative curriculum 
perspectives. Attention to the cognitive dimension of learning was 
particularly prominent among these broad tendencies, confirming 
findings from earlier studies (Council of Ministers, Canada, 2001; Davies, 
Gregory, & Riley, 1999; Kerr, Cleaver, Ireland, & Blenkinsop, 2003). 
Within this dimension, teachers appeared to give preference to goals 
related to knowledge acquisition, understandings of contemporary 
and/or historical issues, and the development of thinking and enquiry 
skills. They also encouraged goals that promoted understandings of 
diverse beliefs and values, notions of social justice, and civic 
involvement, suggesting teacher support for (at least in their stated 
goals) the broader learning mandate of contemporary notions of 
citizenship education. 

Teachers' preferred pedagogical practices across the sample, on the 
other hand, reflected a more narrowly defined set of curriculum 
tendencies and tended to support recent findings in phase 1 of the 
Citizenship Longitudinal Study (Kerr, Cleaver, Ireland, & Blenkinsop, 
2003), "that teacher-led approaches to citizenship-related topics were 
predominant in the classroom, with more participatory, active 
approaches much less commonly used" (p. 48). Data sources revealed 
that teachers' practices reflected a stronger blend of transmission and 
transactional tendencies. They highlighted practices that encouraged 
academic understanding and the development of thinking skills. 
Practices that encouraged understandings of identity and diversity, 
forms of civic involvement, or skills of social critique were less noticeable 
than what may have been anticipated from teachers' stated goals sets. 
Assessment practices, in particular, suggested a further deepening of 
transmission-oriented tendencies, revealing further levels of incongruity 
with stated learning goals. Transformative tendencies were notably less 
evident in practice. 
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Teachers' personal orientations were both distinctive and eclectic. 
Most teachers' personal orientations appeared to forefront transmission 
and transactional tendencies while a few feachers' personal orienfafions 
suggesfed a sfronger fransacfional and fransformafive mixfure. One 
feacher's pracfice, for example, fended fo align more prominenfly wifh 
fhe fransmission perspecfive, albeif wifh sfrong fransacfional fendencies. 
His learning goals and pedagogical pracfices fosfered knowledge 
acquisifion and fhe developmenf of fhinking and enquiry skills fhaf 
enabled sfudenfs fo fif info and be confribufing members of fheir local 
communifies. Anofher feacher's goals and pracfices appeared fo more 
evenly blend fransmission and fransacfional tendencies. Her personal 
orientation emphasized knowledge acquisition and academic 
understanding but also the development of critical fhinking and enquiry 
skills. She encouraged an under sfanding of diverse beliefs and values, 
and notions of justice, fhrough fhe sfudy of historical human value 
dilemmas and issues. A fhird teacher's goals and practices appeared to 
infuse a sfronger blend of fransmission, fransacfional, and 
fransformafive fendencies. In her pedagogical pracfices, she gave 
disfincfly more affenfion fo learning sfrafegies fo promofe 
undersfandings of issues, skills, and values necessary fo crifique and 
improve sociefy. 

A blend of curriculum perspectives appeared fo underpin fhe array 
of goals and pracfices fhaf feachers communicafed and exhibited bofh 
across respondenfs' responses and wifhin personal responses, 
confirming curriculum fheorisfs' observations fhaf pedagogy is offen 
nested wifhin more fhan one curriculum perspecfive and rarely neufral 
(Kelly, 2004; Miller, 1996; Miller & Seller, 1985; Praff, 1994; Ross, 2000). 
Dominanf fendencies were apparenf as were disjunctions bofh across fhe 
sample and wifhin personal orienfafions. Transmission and fransacfional 
curriculum fendencies were clearly forefronfed, suggesting fhaf cerfain 
learning goals were being privileged, while ofhers were being given less 
affenfion or simply being ignored. Assessmenf pracfices, in particular, 
mosfly reflected knowledge acquisifion and the application of cognitive 
skill applications. Underscoring fhese pracfices were fwo varianf views 
of learning: one fhaf appeared fo view knowledge as largely fixed and 
anofher fhaf viewed knowledge as somefhing fhaf is consfanfly changing 
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and can be manipulated. 

CONCLUDING REFLECTIONS 

Five broad propositions are offered below as concluding reflections to 
illuminate understandings of educating for cifizenship as expressed 
fhrough fhis sample of feachers. 

Learning Goals: Breadth, Depth, and Ambiguity 

Teachers' characferizafions of learning goals capfured fhe breadfh of 
infenf represenfed in confemporary concepfions of cifizenship educafion 
and core sfrands of fhe respecfive policy confexfs. Variafion exisfed, 
however, in ferms of fhe goals given priorify and depfh provided, 
suggesting ambiguify and raising quesfions abouf whaf fypes of learning 
sfudenfs mighf experience and whaf fypes mighf be silenced or ignored. 
Participafion in civic life, for example, widely asserfed in confemporary 
concepfions of cifizenship educafion, and clearly expressed in policy 
documenfs as a core dimension of cifizenship educafion, was largely 
neglecfed in practice. The breadfh of undersfanding revealed in fhe 
commenfs fhaf feachers made did nof lead fhem fo question fhe specific 
omissions — or more limifed characferizafions— in fheir pracfice. 

Learning Goals, Pedagogical Practices, and the Issue of Congruency 

Examples of incongruify befween rhetoric (what teachers say) and 
practice (what teachers do) were evident in the data. This general issue 
can be given more specificity in relation to two key areas of feachers' 
pracfice. Firsf, feachers communicafed less abouf fhose pracfices in 
which fhey emphasized "beliefs, values, and notions of social justice" 
and "participafion in civic life." Second, feachers' assessmenf pracfices 
forefronfed knowledge and a limifed range of skills. In bofh examples, 
incongruities befween sfafed goals and preferred pracfices may be seen 
as problemafic. If is difficulf fo ascerfain why fhis was fhe case, buf if 
appeared fhaf fhere were af leasf, a few possible explanations. One 
possible explanation is fhaf fhe breadfh of learning goals is so broad fhaf 
feachers simply make choices fo cover cerfain elemenfs of fhe curriculum 
in ways fhaf are workable for fhe day-fo-day classroom realities. 
Whafever fhe reason, if was clear fhaf cerfain core learning goals were 




Educating for Citizenship 


429 


not being addressed through teachers' communicated or exhibited 
pedagogical practices. 

An Uncertain Gap between Theory and Practice 

Teachers characterized "educating for citizenship" in a variety of ways, 
reflecfing varying levels of fheorefical and pracfical sophisficafion. 
Insfrucfional practices ranged from specific and discrefe acfivifies fo 
reasonably infricate inferacfive and performance-based sfrafegies. Paper- 
and-pencil, shorf answer and essay answer assessment and fo a lesser 
exfenf, performance-based assessment were fhe preferred assessmenf 
approaches. And, fhey used a variefy of pracfices to shape aspects of fhe 
classroom learning environment fo facilifafe sfudenf learning, and in 
some cases, fo infuse cerfain democratic principles. Inferesfingly, fhe 
naming of fheorefical pedagogical frameworks was indeed rare in 
teachers' explanations of fheir pedagogical preferences. Alfhough if 
would be probably unrealistic fo expecf teachers to refer direcfly fo fhese 
frameworks, if does suggesf an uncerfain gap fhaf may nof be helpful 
befween whaf could broadly be referred to as theory and practice. 

Related Factors Matter 

A variety of factors, with varied levels of emphasis, appeared fo relafe fo 
teachers' preferred goals and practices. Data did not suggest, however, 
any direct linkages. One aspect of feachers' work mighf be considered 
here. Teachers work in insfifufions where fhe sfafed goals and efhos may 
conflicf wifh the expected goals and practices. Schools, organizationally, 
have tended to reinforce norms of hierarchical confrol, and in doing so, 
have undermined curricular reform fhaf encourages democrafic 
citizenship. This is nof fo suggesf fhaf fhis study has uncovered this 
particular contradiction but rather to reaffirm fhaf feachers act in 
complex ways and that this complexity perhaps can be explained at least 
in part by the tensions they have to deal with each day. If one is fo 
undersfand pedagogy in ifs mosf comprehensive form, one needs fo be 
mindful of fhe complex and overlapping facfors fhaf appear fo relafe fo 
one's pedagogy. 




430 


Mark Evans 


Dominant Tendencies and Disjunctions 

Teachers' personal orientations tended to reveal both eclectic and 
distinctive tendencies that cut across various curricular theoretical 
perspectives. Across the sample, two distinctive, and overlapping, 
orientations tended to be forefronted, albeit with some disjunctions from 
the dominant tendency: a dominant and blended transmission/ 
transactional orientation; and to a much lesser extent, a blended 
transactional/transformative orientation. These preferred and exhibifed 
orienfafions suggesf a privileging of cerfain curricular learning goals and 
policy confexf. Curriculum fheorisfs' observafions fhaf pedagogy is offen 
nesfed wifhin more fhan one curriculum perspective and is rarely 
neufral were apparenf. In particular, fransformafive fendencies were less 
evidenf in practice. 

Hopefully fhese findings will be able fo address some of fhe gaps in 
our facif undersfanding of feachers' characferizafions of whaf if mean fo 
"educafe for cifizenship." My concluding reflections in fhis secfion 
fherefore are nof anyfhing very specific fhaf would suggesf fhaf I have 
discovered a way forward buf rafher fhaf affenfion needs fo be given fo a 
more deeply integrafed concepfualizafion of cifizenship educafion 
pedagogy if fhe goal is fo nurfure democrafic cifizenship in classrooms 
and school communities. 
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